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CHAPTER I 
INTRODUCTION 
One of the most important variables influencing student learning 
is the quality of teacher-student interaction. It has been established 
that children's perceptions of others' actions influence their per-
ceptions of themselves. Children learn who they are and what they are 
from the ways in which they have been treated and taught by those who 
surround them in the process of their growing up (Snygg and Combs, 1949; 
Coleman, 1960; Combs, 1962}. Concomitantly, positive self-perception 
influences achievement (Jersild, 1952; Davidson and Lang, 1960; Cooper-
smith, 1967}. Thus the relationship between pupil and teacher critic-
ally influences learning. 
Based on research evidence such as that identified, teacher educa-
tors have been somewhat vocal in expressing the need to design model 
programs that will graduate teachers who possess the necessary skills 
for establishing and maintaining social environments that will accommo-
date and facilitate the growth of students. However, despite the in-
creased interaction, many students are still victims of dehumanizing 
experiences in schools. The need for a humanized educational experience 
as a goal of education is presented by Dobson and Dobson (1976}: 
A third immediate need of children is to humanize the 
educational experience. For far too many children 
the school experience results in dehumanization. De-
humanization is elusive and hard to define. However, 
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any experience that results in people feeling less of 
themselves than they did prior to that experience can 
be correctly labeled dehumanizing (p. 6). 
Attempts by colleges of education to prepare teachers who possess 
a humanistic orientation are noble, but studies indicate that human-
istic teachers become more custodial upon entrance into the existing 
teacher culture in the public schools (Willower and Jones, 1963; Hoy, 
1967; Hoy and Rees, 1977). Analyzing the social behavior of a junior 
high school in Pennsylvania, Willower and Jones (1963) found the in-
tegrative theme or ideology to be one of pupil control. Pupil con-
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trol is a form of social cohtrol, that is the process by which order is 
established and maintained. Younger and less experienced teachers were 
more liberal and permissive than older and more experienced teachers. 
The stress on pupil control may be functional for the institution, but 
it is dysfunctional in terms of what education ought to be for the 
students. 
If the educational experience is to be humanistic, then students 
should have teachers who perceive the student as being able to control 
his or her own behavior through self discipline. Students should have 
teachers who prefer democratic classrooms, stress individuality, and 
recognize the importance of meeting the needs of individual students. 
In other words, students need humanistic teachers. With humanistic 
teachers, students can grow naturally without psychological or social 
interference as might be imposed by the controls of a custodial teacher 
who believes that students constantly need external control. 
Custodial teachers are primarily concerned with the maintenance 
of law and order and perceive the students in terms of stereotypes 
based on appearance, behavior, and parents' social status (Appleberry 
and Hoy, 1969). The controls imposed by a custodial teacher could 
serve as major interference, capable of stunting growth as interpreted 
in the Growth Interference Model (Dobson and Dobson, 1976). 
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If public schools are to be places where students are to be 
treated in a humanistic manner, then it follows that colleges of edu-
cation must develop teacher education programs capable of producing 
teachers who not only possess positive (humanistic) attitudes, but who 
are also immune to a custodial teacher-culture that may exist within a 
given school. Hoy (1969), and Hoy and Rees (1977) further establish 
that attitudes alone do not seem sufficient to prevent enculturation 
from taking place. 
Teacher behavior in the classroom setting is, at least in part, 
based on cognitive judgments made by them in relation to certain be-
haviors exhibited by the students. Kohlberg (1958) has brought to 
light the need to be concerned with the level of reasoning used by 
teachers in both personal and group decisions where others may be af-
fected. Kohlberg (1977) proposed a theory of cognitive moral develop-
ment, identifying three levels (Pre-conventional, Conventional, and 
Post-conventional) of moral reasoning. Only the third level is re-
flective of principled moral reasoning. In studies based on Kohlberg's 
theory, Rest (1974) states that once an individual has reached stages 
of principled reasoning as the method of cognitive moral reasoning the 
individual will not regress to lower stages. There is little research 
available concerning the cognitive moral development of teachers. 
Fenton is quoted by Brandt (1977) as saying that there is none except 
personal judgment concerning the stages of moral reasoning of 
teachers. It appears that teachers reasoning below principled levels 
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could be easily indoctrinated by the existing teacher culture, whether 
it be humanistic or custodial. This could account for the efficient 
socialization of teachers described by Hoy (1977). It appears further 
that teachers believing in the imposition of punishment reflect charac-
teristics of conventional reasoning on the Kohlbergian scale, charac-
teristics which are in opposition to conditions which are necessary 
for pupil growth and humanistic education. If the levels of cognitive 
moral development and philosophy of human nature of teachers are iden-
tified, and the relationships between these two variables and pupil 
control ideology are examined, then further insight may be gained into 
the characteristics of teachers which permit socialization of new 
teachers by the existing teacher cultures. This information could lead 
not only to additional research, but also add knowledge to the theory 
bases from which teacher education programs are designed. 
So, again, while teacher-student interaction affects academic 
achievement, and this interaction is in a large part based on de-
cisions made by the teacher, most attempts to explain the phenomenon 
have focused on single variables such as verbal interaction, non-
verbal interaction and so on. In other words, studies attempted to 
describe teacher-student behavior, but do not attempt to investigate 
variables that might motivate teacher behavior. Such research is 
worthy; however, the major concern of this investigation was to de-
termine if philosophy of human nature, level of cognitive moral reason-
ing, and pupil control ideology of teachers are in any way related. 
Rationale for the Study 
If humanization is to be realized as a goal of education then a 
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means must be to identify and educate individuals who reflect humanistic 
attitudes toward other humans (e.g., students) and who will be capable 
of interacting throughout a teaching career in a manner consistent with 
their personal beliefs. 
Research (Hoy, 1967; Hoy and Rees, 1977) demonstrates that stu-
dent teachers become more custodial during the student teaching ex-
perience. Such changes in ideology could deter the realization of 
humane education as a goal of education. 
Kohlberg (1976) theorized that moral development occurs as a 
person passes through six sequential stages, with stage definitions 
based on the way people reason. At the Pre-conventional level, which 
includes Stages I and II, the child is responsible to cultural rules 
and labels of good and bad, right and wrong, but interprets these la-
bels in terms of the physical or hedonistic consequences of action or 
in terms of the physical powers of those imposing the rules or labels 
(Kohlberg, 1977). Level II, Conventional reasoning reflects decisions 
made in order to maintain the expectations of the family group, or po-
sition, regardless of immediate and obvious consequences. According to 
Kohlberg (1977) the attitude is not only one of conformity to personal 
expectations and social order, but of loyalty to it, of actively ma1n-
taining, supporting, and justifying the order and of identifying with 
the persons or group involved. Teachers reasoning at this level would 
be easy prey for the socialization process of schools. Kohlberg (1977) 
describes reasoning at Level III, the principled level as reflecting a 
clear effort to define moral values and principles which have validity 
and application apart from the individual's own identification with the 
' 
group. Therefore, teachers reasoning at principled levels would seem 
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to be independent of enculturation by custodial pupil control ideology, 
thus allowing for the development of a more humanistic pupil control 
ideology. This could assist in the humanization of education, result-
ing in more humane treatment of students and permitting student growth, 
free of interference. 
The Problem 
Though studies have been conducted concerning the attitudes of 
teachers and pupil control ideology, little is known concerning the 
philosophy of human nature and cognitive moral development of teachers 
or the relationships which may exist between these variables and pupil 
control ideology. Knowledge gained from the examination of these var-
iables and any existing relationships could contribute information to 
the theory base from which programs of teacher education are designed. 
Purpose of the Study 
This study sought knowledge of the manner in which teachers per-
ceive the nature of man (philosophy of human nature) and the level of 
cognitive moral development of teachers as defined by Kohlberg and the 
relationships, if any, which existed between these variables and the 
pupil control ideology of teachers. The relationship of years of ex-
perience in the classroom was also examined in relationship to phi-
losophy of human nature, level of cognitive moral development, and pu-
pil control ideology. 
Answers to the following research questions were sought: 
1. Is there a relationship between the way teachers perceive 
the nature of man and the beliefs of teachers concerning 
pupil control? 
2. Is there any relationship between the way teachers perceive 
the nature of man and the level of cognitive moral develop-
ment of teachers? 
3. Is there any relationship between the level of cognitive 
moral development of teachers and the beliefs of teachers 
concerning pupil control? 
4. Is there any relationship between years of teaching ex-
perience and philosophy of human nature, level of cognitive 
moral development, and pupil control ideology of teachers? 
Basic Hypotheses 
The following research hypotheses were examined: 
Hypothesis I: There is a negative relationship between the way a 
teacher perceives the nature of man and the beliefs of a teacher con-
cerning pupil control. 
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It has been previously stated that there should be consistency be-
tween the way an individual perceives the nature of man and the way the 
same individual, as a teacher, would believe regarding the method of 
interaction with pupils in the classroom, more specifically, the method 
of pupil control. Teachers perceiving man in a positive manner, that 
is, as trustworthy, altruistic, possessing strength of will and ra-
tionality, and independent of group pressure, would be expected to ex-
press preference for a humanistic classroom relationship with students 
which reflects trust and the belief that students are capable of self 
discipline. Teachers possessing negative views of the nature of man, 
perceiving man as basically untrustworthy, immoral, and irresponsible, 
would be expected to believe that more custodial means of pupil control 
were necessary. 
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Hypothesis II: There is a positive relationship between the way a 
teacher perceives the nature of man and the level of cognitive moral 
development of the teacher. 
Teachers reasoning at levels of social conformity would seem prone 
to view others in moralistic terms, making value judgments of "bad" for 
actions which do not conform to accepted institutional policy. There 
appears to be a relationship between this type of reasoning and the 
perceptions of individuals of the nature of man as bad. On the other 
hand, those perceiving the nature of man as good may be those capable 
of judging each situation on the merits of the individual interactions 
themselves. 
Hypothesis III: There is a negative relationship between a 
teacher's level of cognitive moral development and the pupil control 
ideology of the individual teacher. 
Teachers reflecting reasoning at the level of social confirmity 
would not only appear to view students in terms of social stereotypes, 
as do custodial teachers, but would seem more likely to accept the 
values of the school in which they are employed. It is felt that 
teachers reflecting principled levels of moral reasoning would not be 
entrapped by feelings to conform and would make decisions in terms of 
the individual merits of each interaction, desiring a more democratic 
classroom interaction with students as reflected by humanistic pupil 
control ideology. 
Hypothesis IV: There is no significant relationship between years 
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of teaching experience and level of cognitive moral reasoning, philoso-
phy of human nature, and pupil control ideology. 
Research by Hoy (1969) and Hoy and Rees (1977) demonstrates that 
student teachers become more custodial during the student teaching ex-
perience. Research by Rest (1974) suggests that level of moral develop-
ment increases with level of education and varies from one profession 
to another. Information relating years of teaching experience to pupil 
control ideology is lacking. In order to seek further clarification 
of what are apparently conflicting reports in these two areas, rela-
tionships between years of teaching experience and philosophy of human 
nature, level of moral reasoning, and pupil control ideology were 
examined. 
Basic Assumptions 
For the purpose of this study the following assumptions were 
posited: 
1. Humane education provides conditions permitting student 
growth. 
2. A humanistic teacher corps is necessary for the realiza-
tion of humane education as a goal of education. 
3. Teachers possess beliefs about pupils based on the ex-
pectancy that pupils have certain qualities and will be-
have in certain ways. 
4. Pupil Control Ideology Form PCI rates the beliefs of teachers 
on a continuum from humanistic to custodial. 
5. Everyone possesses a philosophy of human nature, that is, 
an expectancy that people have certain qualities and will 
behave in certain ways. 
6. Philosophy of Human Nature Scale (PHN) rates individuals 
according to the degree of their positive or negative views 
of human nature. 
7. The method of moral reasoning used by individuals in making 
decisions regarding interactions with others varies. 
8. The Defining Issues Test measures level of moral reasoning. 
9. Attitudes of teachers about human nature, teacher beliefs 
about pupil control, and method of moral reasoning affect 
the way a teacher interacts with students. 
10. The implementation of humane education requires teachers 
with positive attitudes toward the nature of man, humanistic 
pupil control ideologies, and principled moral reasoning. 
Definition of Terms 
For the purpose of this study the following definitions were 
used: 
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Pupil Control Ideology: Pupil control ideology refers to the beliefs 
teachers hold about methods of controlling pupils in the class-
room. These beliefs range from humanistic, which indicates 
preference for an open democratic classroom in which students 
are recognized as self responsible individuals, to custodial, 
which indicates a preference for a classroom with strict teacher 
control of behavior. 
Custodial Teacher: The custodial teacher is primarily concerned with 
the maintenance of law and order among pupils. The pupil is 
thought of in terms of stereotypes based on appearance, behavior, 
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and/or parent's social status. Pupils are seen as being irre-
sponsible and undisciplined. Punishment is viewed as a necessary 
form of control. Teachers holding custodial beliefs prefer the 
school to be an autocratic organization maintaining a rigid 
teacher-pupil status hierarchy. Pupils are to accept orders and 
communications without question. These teachers do not consider 
the causes of pupil behavior, but view behavior in moralistic 
terms or as a social affront. Pupils are viewed as irresponsible 
and in need of external control (Hoy and Appleberry, 1969). 
Humanistic Teacher: The humanistic teacher views pupil behavior in 
psychological and sociological context rather than in moralistic 
terms. The student is seen as able to control his/her own be-
havior through self discipline rather than strict teacher control. 
Humanistic beliefs lead teachers to desire a two-way communica-
tion between the students and the teacher. A democratic classroom 
organization with flexibility in rules and increased self dis-
cipline is seen as desirable. To engage in activities is seen as 
more important than the absorption of facts. The humanistic 
teacher stresses individuality and the importance of meeting the 
individual needs of students (Willower et al., .1967). 
Philosophy of Human Nature: Philosophy of human nature refers to the 
perceptions an individual has about the nature of man, that is, 
the basic manner in which the individual evaluates man. These 
perceptions are reflected in the attitudes of people toward 
others in social situations. 
Cognitive Moral Reasoning: Also referred to as cognitive moral de-
velopment, cognitive moral reasoning is defined as the preferred 
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method of reasoning an individual uses when making moral de-
cisions, as defined by Kohlberg (1977). 
Limitations of the study 
The following limitations apply: 
1. The sample used for the study was limited to graduate stu-
dents and, therefore, cannot be considered representative of 
a school faculty. 
2. Since all subjects in the random sample did not respond, it 
must be accepted that the results of the study may have dif-
fered if the study had included the responses of all se-
lected in the random study. 
3. It was impossible to report a stage type for some subjects on 
the Defining Issues Test which was used to measure level of 
cognitive moral reasoning. For these subjects, scores were 
spread over several stages, with no weight being given to 
any one stage. 
4. One subject's responses could not be used in the study be-
cause the DIT score was suspected of being invalid according 
to scoring procedure in the manual for the DIT (Rest, 1974). 
Organization of the Study 
Chapter I of this study introduces the theoretical framework, 
leading to the rationale, purpose of the study, basic assumptions, and 
research hypotheses. Also included are definitions of terms and 
limitations of the study. Chapter II contains a review of related 
literature. Procedures, instrumentation, and methods of research are 
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presented in Chapter III. Chapter IV presents the results of the in-
vestigation and analysis of data. The summary, findings, conclusions, 
recommendations, and recommendations for further research are stated in 
Chapter V. 
Summary 
In this chapter a theoretical framework has been presented as an 
attempt to describe how the enculturation process of new teachers takes 
place within an educational institution-- the school. If humane educa-
tion is to become a reality and schools are to provide conditions con-
ducive to pupil growth without undue interference, then teachers must 
reflect humanistic pupil control ideologies, which may require that 
teachers achieve principled levels of cognitive moral development if 
they are to be immune to an existing pupil control ideology which 1s 
custodial. 
This study will not attempt to satisfy all of the many questions 
which can arise as a result of the proposed problem, but rather will 
be limited to the hypotheses presented earlier in this chapter. 
CHAPTER II 
REVIEW OF THE LITERATURE 
Introduction 
Conflict and confusion result from our own wrong 
relationship with people, things and ideas, and until 
we understand that relationship and alter it, mere 
learning, the gathering of facts and the acquiring of 
various skills, can only lead us to engulfing chaos 
and destruction (Krishnamurti, 1953, p. 17). 
Because teacher-student interaction is crucial to the learning 
process, the need for humane education is espoused by many of today's 
educators (Saylor, 1969; Combs et al., 1974; Dobson and Dobson, 1976). 
Though many colleges of education attempt to graduate humanistic 
teachers, research indicates that teachers become more custodial as 
teaching experience increases (Willower and Jones, 1963; Hoy, 1967; 
Hoy and Appleberry, 1969; Hoy and Rees, 1977). There should be con-
sistency between the beliefs a teacher holds concerning the nature of 
man and the beliefs of the teacher regarding methods of interaction 
with students (students are but young humans in a specific environment). 
It appears an additional variable may function which facilitates change 
to occur. Kohlberg (1977) in his theory of cognitive moral development 
defined stage IV as reasoning in terms of social conformity. Teachers 
reasoning at this level might easily be influenced by teacher sub-
cultures. 
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The text of the following review of literature will be divided 
into four sections: 1) hwnane education, 2) philosophy of hwnan nature, 
3) cognitive moral development, and 4) pupil control ideology. This 
format will serve to support the theoretical framework as presented in 
Chapter I. 
The Humane Educational Experience 
Humaneness is a quality of interaction, one human with another. 
Herbert Thelan (1969) contends that the concept of humane has two as-
pects, enlightenment and compassion, and defines the humane person as 
one who acts with wit, wisdom, and openness to ideas. The humane per-
son knows man by his achievements, accomplishments, and aspirations. 
Humaneness is caring. Thelan (1969) expresses the following ideas 
about caring as it exists in the public schools: 
In schools we have plenty of love or reward based 
on achievement, or doing what the teacher wants. But 
where in the school does the child get the sense that 
he belongs just because he is a human being (p. 25)? 
The following excerpt is the introduction to part three of the 
ASCD 1970 Yearbook, To Nurture Humaneness: 
In our humaneness, we ponder our own inhumanity. 
As rational, feeling beings we are appalled at our 
capacity for behaving inhumanely and for accepting 
inhumanity in others. 
Ever since man became literate, he has told us 
of humanists who believe that man can have extended 
control over his own process of becoming. Twentieth-
century humanists also fervently believe in the human 
potential, yet in each new generation some individuals 
demonstrate anew man's inhumanity. 
Is man himself the variable or are inhibitive 
forces operative which have obstructed him in his 
struggle to become humane? In schools, are some 
young people incapable of growing in humaneness, or 
are malevolent forces at work there which discourage 
the nurturing of humaneness? Do other forces within 
schools facilitate such growth? 
If schools and society are to realize the human-
istic ideal of man surviving humanly with dignity and 
commitment, educators must learn how to augment the 
forces that facilitate, and deal with the forces that 
inhibit, the nurturing of humaneness (p. 109). 
In discussing teacher education, Combs (1970) claims that human-
ness is learned from the quality of an individual's interactions with 
significant others, therefore humanistic goals require partic~lar at-
tention to the type of programs designed for pre-service education 
and in-service education. He also contends that although there has 
long been concern with improving the competence of teachers, this 
competence has been defined in terms of what teachers know and how 
teachers perform, while the teacher as a person has been neglected. 
Combs feels that for the teacher in training humanness is an important 
to his success as the humanness of his future students will be in their 
growth and development. 
Proposing a "theory of rhythm by natural design," which relies on 
humane interactions, Dobson and Dobson (1976, p. 33) define humane ed-
ucation as "the concept of order applied to the process of becoming," 
,~P. 3) and state the purpose of the humane elementary school is to, 
provide an atmosphere that allows each child to 
reach toward his unlimited potential to love, to create, 
to learn, and to grow (p. 4). 
The rhythm of being young is dependent upon a har-
monious relationship between the intimate self and the 
social self; incompatibility between these two dimensions 
disrupts the natural growth process of the young child. 
Just as a young plant grows from its roots and extends to 
the external world, the young child grows from an intimate 
self, to a personal self, a social self, and an extended 
self. External conditions often occur in the form of human 
interactions and do affect the natural growth process. 
In many cases human interactions destroy much poten-
tial growth. 
Humane interactions occur in many ways; some-
times they are manipulated; sometimes spontaneous; 
sometimes they are instantaneous; and sometimes in 
a learning situation, they are frustrating for the 
learner. It is our thesis that the very 'backbone' 
of the theory of rhythm by natural design hinges on 
humane interactions. Humane interactions of the 
highest quality have as their source the intimate 
self of those who are interacting. We view the inti-
mate self of the child as a storage vault for joy, 
happiness, curiosity, and purpose. Children's inter-
actions with adults will either elevate these humane 
expressions or serve to suppress them. 
Rhythm by natural design is occurring when the 
external is an extension of the child's internal 
needs, desires, and drives (pp. 36-37). 
In relating the importance of humane interactions based on 
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natural design the Dobsons emphasize several points: children should 
be allowed to engage in work that is meaningful to them, to enjoy the 
process, and to share the work with others having similar interests. 
They contend that too often educators think it is necessary to instill 
a fear base if children are to be kept productive. Children are cap-
able of assuming responsibility and self correction. "To deny that 
children are capable of assuming responsibility and self correction lS 
to deny the concept of growth" (p. 41). Children are allowed to inter-
act in an atmosphere of freedom rather than react if the environment 
is rhythmic. "The goal of growth is one of interdependence as opposed 
to one of independence. The total human being interacts with his en-
vironment, as opposed to standing apart from it" (Dobson and Dobson, 
1976, p. 41). 
In order to design an educational program which will facilitate 
humaneness, the Dobsons suggest that educators must first determine 
18 
the method of linking theory to practice. The design for such a pro-
gram requires that function control structure. This they explain re-
quires establishing a definition of man, and developing a school pro-
gram which is the exp~ession of that definition. They present models 
which permit educators to answer questions pertinent to a description 
of humane education. The first model, Figure 1, Explanation of Man 
(entitled the ECP Model) facilitates a description of man in terms of 
his existence, condition, and potential. The second model, Figure 2, 
is an educational expression of man in terms of the explanation es-
tablished using the first model. The second model entitled PEFE 
(purpose, experiences, formative evaluation) is an educational expres-
sion of man in terms of the explanation of man using the first model. 
They state: 
The linkage between the two models becomes apparent 
upon realizing that the first consideration of the PEFE 
Model, purpose of the school, is identical with the final 
consideration of the ECP Model, man's ultimate potential. 
In other words, any educational expression of man must by 
necessity begin with the human potential inherent in man. 
This potential should be the source of direction for de-
termining educational experiences. The cells in the PEFE 
Model are institutional extensions of man as expressed in 
the ECP Model, culminating ultimately at the formative 
evaluation level, or man realized at his highest po-
tential (Dobson and Dobson, 1976, pp. 51-52). 
The fusing of the two models is shown in Figure 3. 
The implementation of humane education requires the acceptance 
of a specific philosophical position, one reflecting beliefs that 
students are self responsible and capable of making choices. The 
next three sections of this review examine research in the areas of 
philosophy of human nature, level of cognitive moral development, and 
pupil control ideology, characteristics of teachers which may 
Potential 
Condition 
Freedom Perception Selfhood 
Intellect Feeling Natural 
Needs Unique 
Existence 
Figure 1. Explanation of Man: Existence, 
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.influence the ability and desire of a teacher to treat students in a 
humane manner. 
Philosophies of Human Nature 
Man has always been curious about himself. Surely even earliest 
man considered himself in relation to his environment because of his 
dependence upon it. Records indicate that the earliest philosophers 
attributed powers to occurrence in their surroundings such as change, 
fire, water, or clouds. Interest in man therefore is by no means a 
modern-day concern. Aristotle believed that man was political, and 
that a man without a state, rather than by accident was either a bad 
man or above humanity. Of the nature of man Aristotle said: 
Man is more of a political animal than bees or 
any other gregarious animal. Nature makes nothing 
in vain, and man is the only animal she has endowed 
with speech. And whereas mere voice is an indication 
of pleasure or pain, and is therefore found in other 
animals, the power of speech is to set forth and the 
inexpedient, and therefore likewise the just and the 
unjust (Somerville et al., 1963, p. 62). 
Commitment to humane education reflects a particular philoso-
phical perspective, for to design a humane educational program 
educators must take into account a definition of man, then the pro-
gram becomes an extension of that definition. Wrightsman (1961) felt 
that one's ideas about human nature influence more of human behavior 
than given credit for in any survey of the literature. His contention 
led to the development of the research instrument PHN for the purpose 
of using the concept of human nature as a predictor of man's style of 
interpersonal relationships, as he believes that everyone possesses at 
least some fragments of a philosophy of human nature, that is, some 
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expectancy that people will behave in a certain way. 
Dobson, Hopkins, and Elsom (1973) investigated relationships be-
tween philosophy of human nature of teachers and the non-verbal communi-
cation patterns of teachers and their pupils in the classroom. A sig-
nificant relationship was demonstrated (chi-square 7.66 at the .05 
level) between teachers' philosophy of human nature and non-verbal be-
havior of teachers in the classroom. High PHN teachers tended to use 
indirect non-verbal communication and low PHN teachers tended to use 
direct non-verbal communication. Spearman Rho was computed 
(0.80) demonstrating a significant relationship between teachers' PHN 
scores and the quantity of non-verbal communication by pupils. Pupils 
whose teachers held positive views of the nature of man ranked higher 
on the frequency of non-verbal communication in the classroom than pu-
pils whose teachers held negative views of the nature of man. 
The relationship between perception of the nature of man and at-
titudes was examined by Carlson (1966) who reports that people with 
high faith in human nature generally had liberal social attitudes, 
while conservative social attitudes are related to belief in high con-
trol. 
In a study of relationships among faculty morale, philosophies of 
human nature of high school principals, and teachers' perceived par-
ticipation in educational decisionmaking, Wolf (1971) found no sig-
nificant relationship between the principals' beliefs about human 
nature and the teaching staffs' morale, but the relationship was de-
scribed as very pronounced. Of eleven principals with high PHN scores 
eight teachers had above average moral, and of the eleven teachers 
with low PHN scores, eight had teachers with below average morale. 
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Women's Hcores on the PHN tend to be more favorable and more 
oriented toward individual differences (Wrightsman, l964a, 1974; Bay-
less, 1971; Cox, 1972). Consistent age differences have been found by 
Anderson (1969), Winter (1969), Hamrick (1970), and Cox (1972) as re-
ported by Wrightsman (1974). 
Pupil Control Ideology 
Willower and Jones (1963) first identified pupil control as the 
integrative theme of the school in a study beginning in 1962. The 
study was conducted in a middle-sized junior high school. Notes were 
taken in the faculty lounge, in faculty and administrative meetings, in 
corridors, in assemblies, and in the cafeteria. Teacher talk as well as 
student talk was recorded. The concept which seemed to be of greatest 
importance was discipline, or pupil control. It was felt that control 
is an integrating theme for a public school as a service organization 
which has no control over selection of clients. 
Willower, Eidell and Hoy (1967) operationalized The Pupil Control 
Ideology Form, PCI, in order to provide a measure of the ideology of 
educators. Prior to this time, though control of students had been an 
ever present topic in the literature, the materials dealt with opinions, 
prescriptions and antidotes. Initial studies of pupil control revealed 
that elementary teachers are less custodial than older more experienced 
teachers, and female teachers are less custodial than male teachers. 
It was suggested that a relatively custodial ideology is the outcome of 
teacher socialization (Willower et al., 1967). 
In a study conducted at Oklahoma State University, Hoy (1967) 
examined the Pupil Control Ideology of student teachers both before and 
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after the student teaching experience. As hypothesized student teachers 
emphasized a significantly more custodial pupil control ideology after 
the student teaching experience. A basic. assumption of the Hoy study 
was that the sub-culture of the public schools would emphasize a more 
custodial pupil control ideology than the formal college preparation 
program. The results of the study seemed to confirm this assumption. 
Change in pupil control ideology was attributed to the socialization 
process of the school. 
Subsequent studies by Hoy (1968, 1969) suggested that the pupil 
control ideology of beginning teachers, who were in general relatively 
humanistic, became significantly more custodial as they became so-
cialized by the teacher sub-culture. 
In a more recent study, Hoy and Rees (1977) examined changes in 
pupil control ideology as the result of a student teaching experience. 
The findings demonstrated that student teachers became significantly 
more custodial as a result of the student teaching experience. Once 
again the change was attributed to the socialization process of the 
school. The following suggestions are made in the conclusions: 
In conclusion, good intentions in teacher education 
;programs are not enough. Students may, in fact, be done 
a disservice in preparation programs if they are incul-
cated with idealistic orientations concerning school or-
ganizations and control of students but not given the 
socio-psychological tools necessary for the implementation 
of such orientation (p. 25). 
Cognitive Moral Development 
The concern with moral education, or development, is not new to 
American education as it was one of John Dewey's areas of greatest con-
cern. Dewey claimed that: 
Educators must aim to make the methods of learn-
ing, of acquiring intellectual power, and of assimi-
lating subject matter such that they would render 
havior more consistent and more vigorous than it 
otherwise would be (Dewey, 1959, pp. 3 and 4). 
Dewey further stated that it was futile to contract and cramp the 
ethical responsibility of the school by assuming the social work of 
the school was limited to training for citizenship with citizenship 
being the capacity to vote intelligently and disposition to obey the 
laws. 
Jean Piaget (1965), as the result of his long work with small 
children and following the pattern of his research in cognitive de-
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velopment, was the first to develop a theory of moral development as a 
result of research. Piaget identified the first stage (birth to four 
years) as pre-moral, or having no sense of obligation or rules. Piaget 
claims that obedience is the first moral precept of the child, with the 
first criterion for good and bad being the will of the parents. Piaget 
describes the child as being intuitive, as well as being subject to the 
external control of the parents. As the child grows older (eight to 
twelve years), rules which before had been respected only if engendered 
by elders are now to be considered of value only if there is value in 
the rule for the social group. Rules at Piaget's third stage are ac-
cepted if they entail mutual respect reflecting comraderie, fair play, 
and agreement among individuals. Piaget (1968) compares the child's 
morality at this stage with logic, stating it is the logic of actions 
among individuals. 
Building on previously developed theories of Dewey and Piaget, in 
1958 Kohlberg developed his stage theory of cognitive moral development. 
According to Kohlberg (1977) the concept of stages (as used by Piaget 
and Kohlberg) implies the following characteristics. 
1. stages are structured whole or organized systems 
of thought. Individuals are consistent in level 
of moral judgment. 
2. Stages form an invariant sequence. Under all 
conditions except severe trauma, movement is 
always forward, never backward. Individuals never 
skip stages; movement is always to the next stage 
up. 
3. Stages are hierarchial integrations. Thinking at 
a higher stage includes.or comprehends within it 
lower stage thinking. There is tendency to 
function at or prefer the highest stage avail-
able (Kohlberg, 1976, pp. 7-8). 
Kohlberg began his research by interviewing small children from coun-
tries around the world, interviewing them by using a series of moral 
dilemmas. The dilemmas were short stories that described a situation 
requiring a decision involving moral considerations. Responses were 
studied for the kinds of answers rather than specific details or .con-
tent of the moral decisions. Briefly stated, the three levels of de-
velopment, with each having two stages, are: 
Pre-Conventional Level 
stage 1. Orientation to punishment or power. Act to 
avoid punishment. Physical consequences determine 
good or bad. 
Stage 2. Instrumental values. Act to obtain rewards, 
favors, in a purely pragmatic physical way. Market 
place concept of good. 
Conventional Level 
Stage 3. Good is that which pleases others. Act to 
avoid disapproval by significant others. 
stage 4. Orientation to authority, fixed rules, duty. 
Act to maintain order. 
Post-Conventional Level 
Stage 5. Social contract orientation. Act to retain 
the respect of impartial observer in terms of the com-
munity and societal affairs. 
Stage 6. Act in accord with self-chosen principles 
characterized by logical comprehensiveness, univer-
sality, and consistency (Kohlberg, 1976, pp. 7-8). 
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Almost all research based on Kohlberg's typology have been con-
ducted using his method assessment, the oral interview. Rest (1974) 
proposed that problems with Kohlberg's method of measure motivated the 
development of a different form of development assessment, and oper-
ationalized the Defining Issues Test, which is highly structured so 
that variance in stage scores due to verbal expressivity is minimized 
and information from each subject is comparable. 
The first study of DIT (Rest et al., 1974) tested groups of forty 
each of junior high, sen1or high, and college upper-classmen. Addi-
tionally a graduate group consisting of twenty-five seminarians and 
fifteen doctoral students in political science classes and moral phi-
losophy were tested, the presumption being that the groups represented 
an order of increasing advancement in moral judgment. As assumed, 
scores of stages 2, 3, and 4 decreased as level of the group increased. 
According to Rest (1974) formal education seems to be strongly asso-
ciated with the P score of the DIT. 
High school students who went away to college showed 
more than twice the gains of high school students who did 
not go to college, and both groups were not significantly 
different when in high school. The twenty year olds who 
discontinued formal education after high school were 
little higher than 18-year old high school students. This 
is consistent with Coder [1975] findings that middle-age 
adults who discontinue formal education after college have 
scores comparable to college students, whereas students 
who continue on in graduate school have much higher P 
scores. Although it is true that some subjects without 
much formal education do obtain very high P scores, in 
general, formal education is more highly related to P 
than to chronological age. These findings together with 
the studies of educational intervention [Panowitsch, 
1974] suggest that formal education may have more pro-
found effects on people's thinking than researchers using 
other kinds of instruments acknowledge (Rest, 1975, p. 
747). 
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Pnnowitsch (1974) examined changes in DIT scores associated with 
taking a college course in logic or ethics. He hypothesized that there 
would be greater change in DIT with a course giving specific attention 
to moral issues than with a course not giving attention to moral is-
sues. It was assumed that the greater change would occur in the ethics 
class which gave concentrated effort to practice and instruction in 
moral problem solving. The difference in the pre- and post-teaching in 
the ethics class was significant at the .002 level. No significance 
was found with the logic class. The hypothesis was confirmed. 
Summary 
The need for humane education as a goal of education (Dobson and 
Dobson, 1976) and the manner in which teacher perceptions of students 
affect student growth (Combs, 1962; Snygg and Combs, 1949; Jersild, 
1952; Coopersmith, 1967) has been discussed earlier in this paper. 
Research indicates that teachers become more custodial as teach-
ing experience increases (Willower and Jones, 1963; Hoy, 1967; Hoy and 
Appleberry, 1969; Hoy and Rees, 1977). This socialization of teachers 
acts as a deterrent to the realization of humane education as a goal of 
education. It is possible to identify the positive or negative atti-
tudes of individuals using the PHN Scale (Wrightsman, 1974), and the 
level of cognitive moral development of teachers using the Defining 
Issues Test (Rest, 1974). Identification of these variables, and 
pupil control ideology would provide information helpful, not only as 
a basis for future research but also assist in the design of teacher 
education programs. 
CHAPTER III 
DESIGN AND METHODOLOGY 
Introduction 
This study sought to examine the relationships between philosophy 
of human nature, pupil control ideology, and level of cognitive moral 
development of graduate students in a department of curriculum and in-
struction. Years of teaching experience was also examined in relation 
to the above variables. 
Subjects 
Subjects selected for the study were graduate students enrolled in 
the Department of Curriculum and Instruction of Oklahoma state Univer-
sity, Stillwater, Oklahoma, during the summer session of 1977. 
A random sample representing twenty percent of the population of 
210 students was selected. The frame for the study was the official en-
rollment list of the Department of Curriculum and Instruction for the 
summer session. students included in the frame included special stu-
dents, masters level, and doctoral level students. Subjects were se-
lected by using Table R, Table of Random Digits, Runyan and Haber 
(1974) beginning on line number fourteen. 
Collection of Data 
The three instruments, Philosophy of Human Nature Scale, Defining 
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Issues Test, and Pupil Control Ideology Form PCI, accompanied by a 
letter of explanation, personal data sheet, and an answer sheet for PHN 
were distributed to the professors of the graduate students randomly 
selected as members of the sample. The professors distributed the 1n-
struments to the sample members and collected the instruments upon com-
pletion. The researcher collected the completed instruments from the 
professors. One instrument was returned by mail because the respondent 
had not completed the instrument before the end of the summer session. 
Instruments were never given to two of the originally selected members 
of the sample because they did not attend class for the remainder of 
the summer session. 
A total of twenty-eight instruments were returned completed, 
representing 71 percent of the sample. The instruments were hand 
scored by the author. The scores and personal data (level 6f teaching, 
highest degree achieved, and number of years teaching experience) were 
then key-punched on computer cards. 
Analysis of the Data 
Hand scored data were punched on computer cards to permit use of 
the computer for statistical analysis. Computer Program SAS CORR was 
employed to establish the Pearson product moment coefficients of cor-
relation. Means, ranges, and standard deviations were also computed 
for the variables. 
Instrumentation 
Defining Issues Test 
The Defining Issues Test, also referred to as the DIT, was used to 
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measure the level of moral development. Developed by Rest (1975), the 
test assumes that there are qualitatively different stages of moral 
development. 
(stories). 
The test consists of one sample plus six moral dilemmas 
Each story has twelve items. After reading a story the 
subject is asked to read each item individually, then consider the set 
of twelve items and rank these items in order of importance. The sample 
story is used to introduce the task of rating and ranking items in terms 
of their importance in making a decision. 
Reliability of the data can be determined by observing the consist-
ency between a subject's ratings and rankings. If a subject ranks an 
item first, then his ratings for that item should have no other item 
higher although items may tie in rating. 
Though no other single piece of evidence can validate the DIT, 
Rest et al. (1974) outlined a case of logic for validity based on 
groups of 40 each of junior high, senior high, college graduate, and 
graduate students. The presumption was that these groups represented 
an order of increasing advancement in moral judgment. One way analysis 
of P, which represents the amount of importance given to principled 
levels of reasoning across the four major groups each, gives F values 
far exceeding the .01 level of statistical significance. 
The Pupil Control Ideology Form 
(PCI Form) 
The Pupil Control Ideology developed by Willower, Eidell, and Hoy 
(1967) was used to measure the pupil control ideology of the subjects. 
The instrument has twenty items to which a subject responds by indi-
cating his/her agreement or disagreement with each item. The items all 
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describe student behavior in the classroom and student teacher integra-
tion. Response categories were scored 5, 4, 3, 2, and 1, "strongly 
agree," "agree," "undecided," "disagree," and "strongly disagree," re-
spectively, with the order reversed for items five and thirteen. The 
item scores are summed to provide a single score. The range of scores 
is one to one hundred. The lower the score, the more humanistic the 
pupil control ideology of the respondent. 
The authors of the PCI Form calculated a split-half reliability 
coefficient by correlating even-item subscores (N=l70). The Pearson 
product moment coefficient of correlation resulting from this calcula-
tion was .91; applying the Spearman-Brown formula produced a corrected 
coefficient of .95. Additional samples were taken to check the calcu-
lations. The same techniques yielded a Pearson product moment correla-
tion of the half-test coefficient of .83. The Spearman-Brown correla-
tion formula produced a corrected coefficient of .91. 
The developers, Willower et al. (1967) established validity of the 
PCI Form by requesting that principals carefully read descriptions of 
humanistic and custodial orientations and identify a specified number 
of teachers with ideologies most like the descriptions. About 15 per-
cent of the faculties were identified with each group. Mean scores for 
each teacher group were compared using a t-test which produced a t-value 
of 2.64, indicating a difference in the expected direction, significant 
at the .01 level. Results of cross validation using a new sample of 
seven schools produced results in the expected direction which were 
significant. 
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Philosophies of Human Nature Scale 
Subjects were also administered the Philosophies of Human Nature 
Scale (which is also referred to as PHN in this paper). 
The Philosophies of Human Nature Scale (PHN) measures a person's 
beliefs about human nature. PHN is a Likert-type scale with each sub-
scale being composed of fourteen statements. Subjects indicated their 
agreement or disagreement with each statement by circling a number from 
+3 to -3. 
The six subscales are: 
1. Trustworthiness versus untrustworthiness 
+ belief that people are trustworthy, moral and re-
sponsible. 
belief that people are untrustworthy, immoral, and 
irresponsible. 
2. Strength of will and rationality versus lack of will 
power and irrationality 
+ belief that people can control their outcomes and 
that they understand themselves. 
belief that people lack self determination and are 
irrational. 
3. Altruism versus selfishness 
+ belief that people are altruistic, unselfish, and 
sincerely interested in others. 
- belief that people are selfish and self-centered. 
4. Independence versus conformity to group pressure 
+ belief that people are able to maintain their be-
liefs in the face of group pressures to the con-
trary. 
belief that people give in to pressures of groups 
and society. 
5. Complexity versus simplicity 
+ belief that people are complex, complicated, and 
difficult to understand. 
belief that people are simple and easy to under-
stand. 
6. Variability versus similarity 
+ belief that people are different from each other 
in personality and interests and that a person 
can change from time to time. 
belief that people are similar in interests and 
are not changeable over time (Wrightsman, 1972, 
p. 84). 
The first four subscales can be summed to give a positive-negative 
score indicating an individual's general positive or negative beliefs 
about characteristics of human nature. 
35 
Wrightsman (1964) reports split-half reliability coefficients de-
termined by using Spearman rho prophecy formula for graduate students 
ranging from .40 to .78. Test-retest reliability coefficients with a 
three month interval between testings are listed as: trustworthiness, 
.74; altruism, .83; independence, .75; strength of will and ration-
ality, .15. 
Summary 
This chapter has described the subjects used in the research as 
well as the method of data collection and analysis, and the instrumenta-
tion used for the study. Analysis of the data will be presented in 
Chapter IV. 
CHAPTER IV 
RESULTS OF THE STUDY 
Introduction 
This study sought to determine the manner in which teachers per-
ceive the nature of man and the level of cognitive moral reasoning of 
teachers and to examine any relationships which may exist.between these 
variables and the pupil control ideology of teachers. Pearson product-
moment coefficients of correlation were used to determine the relation-
ships. The 0.05 level of significance was arbitrarily selected to re-
ject or not reject the hypotheses. 
Data were processed using the computer program SAS CORR, which 
yielded means, standard deviations, and ranges of scores for each of 
the variables as well as the Pearson product-moment coefficients of 
correlation between the variables. 
Description of the Sample 
Subjects included in the sample were graduate students enrolled 
in courses in the Department of Curriculum and Instruction of Oklahoma 
state University, Stillwater, Oklahoma, during the summer session of 
1977. Twenty of the respondents had completed the bachelor's degree, 
seven had received the master's degree, and one was a doctoral student 
who had completed the master's degree plus thirty hours. There were 
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seventeen elementary and eleven secondary teachers included in the 
sample. The mean teaching experience of the respondents was 5.7 years, 
with a range from 1-13 years. Mean scores for these groups on the DIT, . 
PHN, and PCI are presented in Table I. 
TABLE I 
MEAN SCORES ON THE DIT, PHN, AND PCI BY LEVEL OF 
TEACHING, LEVEL OF EDUCATION AND STAGE OF MORAL 
DEVELOPMENT 
NSs DIT PHN 
Teaching Level 
Elementary 17 42.02 44.00 
Secondary 11 44.10 29.09 
College Degree 
Masters + 30 1 67.30 105.00 
Masters 7 47.27 53.86 
Bachelor's 20 40.62 30.45 
Philosophy of Human Nature 
PCI 
43.04 
41.00 
29.50 
37.71 
44.65 
Subjects were administered the Philosophy of Human Nature Scale 
(PHN) developed by Wrightsman in 1964 (Wrightsman, 1973). Scores were 
calculated for the positive-negative sum of PHN, which indicates the 
degree of positive-negative attitudes an individual holds concerning 
the nature of man, and for four of the individual dimensions of the na-
ture of man that are measurable with the PHN. These dimensions are 
trustworthiness versus untrustworthiness, strength of will and 
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rationality versus lack of will power and irrationality, altruism versus 
selfishness, and independence versus conformity to group pressure. The 
possible range of scores for the PHN positive-negative sum is +168 to 
-168, and for each of the subscales, +42 to -42. The ranges and mean 
scores for the positive-negative sum and each of the subtests of PHN 
arc presented in Table II. 
TABLE II 
MEANS, STANDARD DEVIATIONS, AND RANGES OF SCORES 
ON THE PHILOSOPHY OF HUMAN NATURE POSITIVE-
NEGATIVE SUM AND THE PHN SUBSCALES, THE 
PUPIL CONTROL IDEOLOGY FORM PCI, AND 
THE DEFINING ISSUES TEST 
Instrument NSs Mean st.De:v. 
PHN positive- 28 +38.14 48.31 
negative sum 
Trustworthiness 28 +10.32 14.70 
Sense of will 28 +14.10 13.03 
Altruism 28 + 5.00 13.71 
Independence 28 + 5.29 13.86 
PCI 28 42.60 10.31 
DIT (P-score) 28 42.85 15.89 
Range 
-74 to 128 
-17 to 39 
-13 to 38 
-19 to 27 
-28 to 30 
23 to 63 
18 to 78 
The PHN positive-negative mean score of 38.14 indicates that as a 
group the sample perceived the nature of man in a slightly positive 
manner, the score falling on the lower positive end of a positive-
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negative continuum. Though the differences were not tested for sig-
nificance, it was noted that elementary teachers were slightly more 
positive in their perception of the nature of man than were the second-
ary teachers. Teachers holding the bachelor's degree only were not as 
positive in their views of the nature of man as were teachers having a 
master's degree, as can be seen by examining Table I. 
Level of Cognitive Moral Development 
The Defining Issues Test (DIT), which was created by Rest (1974),. 
was administered to the sample at the same time as the other instru-
ments. P-scores were calculated as directed in Rest's Manual for the 
DIT (1974). The P or "principled morality" score is reached by adding 
the subtotals of the stages representing principled reasoning. The P-
score is expressed as a percentage, that is, the raw score has been 
divided by 60, as directed in the Rest (1974) Manual for the Defining 
Issues Test. As a percentage, the P score can range from 0-95 since in 
three stories there are no fourth principled items from which to choose. 
The P-score is interpreted as the "relative importance placed on prin-
cipled moral considerations" (p. 2), in making moral decisions. All 
responses were subjected to the consistency check, which means that 
ratings were compared to rankings to ensure that no items were ranked 
lower than they were rated and that there-was not more than one dilemma 
on which nine items were rated the same. As mentioned in the limita-
tions of the study, one respondent's scores were not used because the 
scores failed to pass the consistency check. 
The mean P score of this sample was 42.85 and falls in the lower 
range of scores for graduate students as reported in previous research 
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by Hest (1974).. Of particular interest is that when stage typed using 
procedures outlined by Rest (1974), ten members of the sample scored at 
principled levels of moral reasoning, and the remaining scores repre-
sented reasoning at or below level four, the level of social conformity. 
All scores could not be stage typed because some respondents showed no 
obvious stage preference in their answers to the dilemmas. Mean scores 
on the DIT, PHN, and PCI for subjects scoring at principled and non-
principled levels of moral reasoning when stage typed according to pro-
ccdures outlined in Rest (1974) are reported in Table III. 
TABLE III 
DIT, P-SCORE, PHN AND PCI MEAN SCORES BY LEVEL OF 
COGNITIVE MORAL REASONING 
NSs DIT PHN 
Level of cognitive 
moral development 
Principled moral 
reasoning 10 61.50 76.70 
Non-principled 
moral reasoning* 13 30.30 10.68 
''"Only the scores which could be stage typed are included in these 
sults 
PCI 
36.00 
49.41 
re-
Examination of mean scores by level of educational attainment as 
presented in Table I reveals that members of the sample with a master's 
degree achieved higher P scores on the DIT than those with a bachelor's 
degree. The mean scores of elementary and secondary teachers were 
similar, though secondary teachers scored slightly higher. 
Pupil Control Ideology 
The mean PCI score of 42.60 ~s similar to mean scores of pre-
student teaching subjects tested by Hoy and Rees (1977). The sample 
was slightly humanistic, the scores falling at the top third of the 
lower end of a continuum ranging from 1 to 95. The mean of summed 
scores and range of scores for subjects on PCI is presented in Table 
II. 
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Although the scores were not tested for significance, examination 
of mean scores by level of educational achievement (consult Table I) 
reveals that respondents with a master's degree or higher are more hu-
manistic than those with a bachelor's degree only. Elementary teachers 
were slightly more custodial than secondary teachers. 
Tests of Hypotheses 
Table IV contains the coefficients of correlation for each corre-
lation examined between Philosophy of Human Nature (PHN) positive-
negative sum and each of the subtest sums of PHN with PCI, DIT P-score, 
and years of teaching experience. 
Hypothesis I stated that there is a negative relationship between 
the way a teacher perceives the nature of man and the beliefs of a 
teacher concerning pupil control. The negative correlation was -0.53. 
The null hypothesis was rejected at the .05 level of significance. 
Four subhypotheses, each based on a subscale of PHN, were tested 
to interpret the dimensions of the positive-negative sum. The findings 
EXP 
DIT 
PCI 
PHN 
T 
s 
A 
I 
*Significant 
EXP 
TABLE IV 
COEFFICIENTS OF CORRELATION FOR PHN POSITIVE-NEGATIVE SUM ANT PHN 
SUBSCALES, DIT, PCI, AND YEARS OF TEACHING EXPERIENCE 
DIT PCI PHN T s 
-0.08 -0.17 0.13 0.10 0.42* 
-0.60* 0.54* 0.59* 0.21 
-0.53* -0.39* -0.44* 
0.91* 0.82* 
0.67* 
at 0.05 level 
A I 
0.09 0.11 
0.49* 0.44* 
-0.58* -0.39* 
0.79* 0.84* 
0.65* 0.74* 
0.66* 0.72* 
0.72* 
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are reported below. 
Hypothesis lA: There would be a negative relationship between 
Trustworthiness and Pupil Control Ideology. The correlation was -.39. 
The null subhypothesis was rejected at the .05 level of significance. 
Hypothesis lB: There would be a negative relationship between 
Strength of Will and Rationality and Pupil Control Ideology. The cor-
relation was -.44. 
Hypothesis lC: There would be a negative relationship between 
Altruism and Pupil Control Ideology. The correlation was -.58. 
Hypothesis lD: There would be a negative relationship between 
Independence and Pupil Control Ideology. The correlation was -.39. 
The negative correlations between the scores from PHN and PCI were 
all significant beyond the .05 level of confidence. The hypothesis of 
no relationship was rejected. It must be noted that the relationships 
between the positive-negative sum of PHN and the PHN subs¢ales with PCI 
are negative because the direction of scoring differs between the two 
instruments. A score at the high end of the continuum on PHN indicates 
more positive attitudes, while a score at the upper range of PCI indi-
cates custodialism. In this instance, a negative relationship is de-
sirable. 
Izypothesis II: There is a positive relationship between the way 
a teacher perceives the nature of man and the level of cognitive moral 
reasoning of the teacher. 
The positive-negative score (range +168 to -168) of PHN and the P-
score of the DIT (Rest, 1974) were used to obtain the Pearson !' 0.54, 
which was beyond the 0.05 level of confidence, permitting the hypothesis 
of no relationship to be rejected. 
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Hypothesis III: There is a negative relationship between the 
level of cognitive moral reasoning of teachers and the beliefs of 
teachers regarding pupil control. The coefficient of correlation was 
-0.60 which indicates that as level of cognitive moral development in-
creases, the PCI score decreases. That is, as teachers approach prin-
cipled levels of moral development, they become more humanistic in 
pupil control ideology and as lower levels of cognitive moral develop-
ment are reflected, teachers reflect more custodial levels of pupil 
control ideology. For the number of subjects (N=28) the coefficient of 
correlation was significant beyond the 0.05 level of probability. The 
null hypothesis was rejected. 
Hypothesis IV: There is no significant relationship between years 
of teaching experience and level of cognitive moral reasoning, philoso-
phy of human nature, and pupil control ideology of teachers. 
The coefficient of correlation for years of teaching and level of 
cognitive moral reasoning was negative (-0.08), but not statistically 
significant. The coefficient of correlation for years of teaching ex-
perience and philosophy of human nature was positive, but not signifi-
cant (0.13). The coefficient of correlation for years of teaching ex-
perience and pupil control ideology was negative (-0.17) but not 
significant. The hypothesis of no relationship was not rejected. 
Summary 
Significant correlations were demonstrated between philosophy of 
human nature and pupil control ideology, philosophy of human nature and 
level of cognitive moral reasoning, and between pupil control ideology 
and cognitive moral reasoning. Tests did not demonstrate correlation 
between years of teaching experience and philosophy of human nature, 
level of cognitive moral reasoning, or pupil control ideology. 
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CHAPTER V 
SUMMARY AND CONCLUSIONS 
Summary of the Investigation 
This study examined philosophy of human nature, level of cognitive 
moral reasoning, and pupil control ideology of teachers and the rela-
tionships which existed among these variables. Also examined was the 
relationship between the aforementioned variables and years of teaching 
experience. 
A random selection of forty graduate students was made using the 
official enrollment forms of the Department of Curriculum and Instruc-
tion of Oklahoma state University, Stillwater, Oklahoma, for the summer 
sess1on of 1977. Subjects were administered the Philosophy of Human 
Nature Scale as developed by Wrightsman, the Defining Issues Test im-
plemented by Rest, and the Pupil Control Ideology Form PCI implemented 
by Willower, Eidell, and Hoy. 
Significant correlations were demonstrated using the Pearson 
product-moment coefficient of correlation (Popham and Sirotnik, 1973) 
to determine the coefficients of correlation between philosophy of hu-
man nature and level of cognitive moral reasoning, philosophy of human 
nature and pupil control ideology, and level of cognitive moral reason-
ing and pupil control ideology. The correlations between years of 
teaching experience and philosophy of human nature, pupil control 
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ideology, and level of cognitive moral reasoning were not significant. 
Findings 
The results of the statistical analysis of the data are as follows: 
1) Significant negative relationships were found between the PHN 
positive-negative sum and the Trustworthiness, Strength of 
Will and Rationality, Altruism, and Independence Subscales of 
PHN with Pupil Control Ideology. This indicates that the ed-
ucators in the sample having positive views of the nature of 
man also held humanistic beliefs regarding pupil control. 
2) A positive significant correlation (0.54) existed between the 
way the educators included in the sample perceived the nature 
of man and the level of cognitive moral reasoning of the edu-
cators. That is, educators with positive views of the nature 
of man reported higher levels of moral reasoning and educators 
with negative views of the nature of man reported lower levels 
of moral reasoning. 
3) A significant negative relationship (-0.60) was found between 
the level of cognitive moral development of the sampled edu-
cators and the pupil control ideology of these educators. 
This indicates that educators reflecting principled levels of 
moral reasoning also reflect humanistic beliefs regarding pu-
pil control and educators sampled reflecting lower non-
principled levels of moral reasoning reported more custodial 
beliefs regarding pupil control. 
4) No significant relationships were found between years of 
teaching experience and level of cognitive moral development, 
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philosophy of human nature and pupil control ideology. The 
relationship (-0.08.) between years of teaching experience and 
cognitive moral development was negative, but not significant. 
The relationship (-0.17) between years of teaching experience 
and pupil control ideology was negative, but not significant. 
The relationship ( 0.13.) between years of teaching experience 
and philosophy of human natu~e was positive, but not signifi-
cant. 
Conclusions 
This study was designed from the theoretical base that the beliefs 
teachers hold regarding pupil control in the classroom were a function 
of both the perceptions of the teacher concerning the nature of man and 
the level of cognitive moral development as defined by Kohlberg (1977), 
of the teacher. It was also considered that years of experience may be 
an influencing factor and should be examined. Methods of pupil control 
arc of special interest because a humane classroom environment is con-
sidered to provide the optimum conditions for student growth, while 
custodial environments could act as interference to growth and in ac-
tuality provide dehumanizing experiences permitting the development of 
a negative self concept. 
The following conclusions were reached from the findings of this 
investigation: 
1) Educators 1n this study who perceived the nature of man as 
positive also believed in humanistic control of classrooms, 
that is, a preference for classrooms that are democratic and 
49 
allow for student self discipline. Educators in this study 
who perceived the nature of man as negative indicated prefer-
ences for custodial classrooms, that is, classrooms that are 
highly teacher directed with rigid disciplinary measures ex-
ternally imposed by the teacher. 
2) Educators in this study with positive views of the nature of 
man reflected higher levels of cognitive moral reasoning and 
those with negative views of the nature of man reflected non-
principled levels of moral development, mainly the level of 
social conformity. 
3) Educators in this study believing in humanistic pupil control 
reflected higher levels of cognitive moral development, and 
educators in this study believing in custodial pupil control 
reflected moral development mainly at the level of social 
conformity. 
4) Seventy-four percent of the educators sampled scored at non-
principled levels of moral reasoning. This agrees with the 
statement by Kohlberg (1977) that schools are level IV in-
stitutions. If such a percentage of educators in the popula-
tion sampled can be expected to report similar scores, it can 
be concluded that these individuals in custodial surroundings 
would become more custodial, as they would be expected by defi-
nition to identify with group values. 
5) As years of teaching experience increased, educators in the 
sample became more positive in their views of the nature of 
man and more humanistic in pupil control beliefs, though re-
lationships were not significant. Since the members of the 
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sample were all graduate students in curriculum and instruction 
classes, it was concluded that other variables such as addi-
tional education may be intervening. Hoy and Appleberry (1969) 
report that humanistic teachers appear to leave the teaching 
corps for other positions in education such as administration 
or guidance. The graduate educators in this sample could be 
representative of such a group and the findings not representa-
tive of what might be expected of a regular school faculty. 
Recommendations 
Because there is a need for the inclusion of humane education as 
one of the goals of education, and as a result of the findings of this 
study, the following recommendations are made. 
1) School administrators should encourage the establishment of 
humanistic environments in schools. This has been suggested 
previously by Hoy and Appleberry (1969). Additional in-
service and supportive practices by administrators in the area 
of humane education may be of merit in eliminating harmful 
custodial practices from the schools. 
2) Teacher education programs should give attention to educational 
experiences in humanizing the classroom, and if further re-
search is supportive, consider including courses in teacher 
education curriculum in the specific area of professional 
ethics. 
3) Extensive pre-student teaching experiences working with chil-
dren should be required by colleges of education for acceptance 
into the student teaching block. These experiences need not 
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be in a school, but could be with any youth group as long as 
close inter-personal relationships with children could be ex-
perienced. 
4) Colleges of education committed to humanistic education should 
select cooperating teachers for the student teaching experience 
who reflect the philosophy of the college, and not permit as-
signment of student teachers by administrators who may only 
use the student teacher as a means to relieve a coach of 
teaching duties or to pacify an older teacher. 
5) Teacher education programs should be revised to place more em-
phasis on the personal aspect of the teaching act. In many 
programs there is still much emphasis ~n the content areas, 
while education courses leave much to be desired, resulting ~n 
content specialists who are handicapped in the area of inter-
personal relations. 
Recommendations for Further Research 
The findings and conclusions of this study lead to the following 
recommendations for further research: 
1) There ~s a need for additional research investigating relation-
ships between teacher attitudes and teacher behavior in the 
classroom. 
2) This study should be replicated using a larger sample. 
3) In future studies examining relationships between PHN, PCI, 
and DIT, use of the short form of DIT should be considered, 
as length of time for completion of instruments could have 
influenced the number of subjects deciding to respond. 
4) Investigations which would identify the ideology of schools 
into which student teachers are assigned and examine changes 
in student teacher ideology which occur as a result of be-
coming a member of the teacher group might be of value in 
identifying variables which affect the occurring changes in 
the ideology of student teachers as reported by Hoy and Rees 
(1977). 
5) Additional investigation into the differences of philosophy 
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of human nature and pupil control ideology which may exist be-
tween teachers reflecting principled and non-principled levels 
of moral reasoning could provide information which would be of 
assistance in developing a humanistic teacher corps. 
6) An instrument for research more sensitive and specific, pro-
viding a wider range of possible scores than PCI Form should 
be developed for measuring pupil control ideology more ac-
curately. 
7) Students should be asked to identify and describe teachers 
with whom they learned not only subject matter, but about 
themselves. students who have felt personal growth are valu-
able sources of information regarding teacher attitudes and 
skills which facilitated their growth. 
8) Teachers identified as humanistic should be surveyed in an at-
tempt to identify skills, values, and attitudes they may have 
in common which contribute to successful interaction with 
students. 
9) Investigation of levels of cognitive moral development of 
educators holding bachelor's and master's degrees should be 
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pursued. Research in this area might substantiate the need 
for a master's degree for teacher certification if the master's 
level is required for sufficient numbers of individuals to 
reach the level of principled moral reasoning. 
10) A study examining the relationship between internal and ex-
ternal locus of control and levels of cognitive moral reason-
ing is needed. 
11) Experimental research examining the effect of exposure to a 
professional ethics course on the philosophy of human nature, 
level of cognitive moral reasoning, and pupil control ideology 
of student teachers should be considered. 
Theoretical Considerations 
It was proposed in this study that the implementation of humane 
education in public schools required teachers who were not only posi-
tive in their attitudes toward human nature and humanistic in pupil 
control ideology, but also teachers who could remain humanistic upon 
entrance into a custodial teacher corps in a public school. 
Assuming that an individual's philosophy of human nature affects 
interactions with other individuals and also that beliefs of teachers 
regarding pupil control were only specialized extensions of philosophy 
of human nature, it was expected that strong relationships would exist 
between the variables PHN and PCI. ~he results of the study confirmed 
the premise, suggesting that a greater amount of attention be given by 
educators to the philosophical considerations of candidates for teacher 
education programs with a humanistic commitment. 
An additional consideration of the author was that the Kohlbergian 
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stages may define a quality or method of reasoning used, but that 
rather than representing cognitive processes, these definitions identi-
Cicd specific types of social controls present during particular times 
in the lives of :individuals. . Hclationships demonstrated in this 
study raise several questions concerning the validity of the Kohlber-
gian theory. First, strong relationships found between PHN and cogni-
tive moral reasoning suggest the presence of a philosophical hierarchy 
within the stages. Second, relationships found between cognitive moral 
reasoning and .PCI suggest a continuum of degree of social control 
through the Kohlbergian stages. Both of these areas would require ad-
ditional research for clarification. 
One of the subscales of PHN examined 1n relation to cognitive 
moral reasoning was the trustworthiness subscale. Considering the re-
lationships found in the study if one accepts Kohlbdrg's theory, it 
would be necessary to believe that individuals go from believing humans 
untrustworthy to believing humans more trustworthy as maturity occurs. 
Simple observation of life reveals that young children are trustworthy. 
What adult, parent or teacher has not told a child to avoid taking 
candy, gum, or a ride from a stranger? Children are taught not to 
trust humans--children are taught humans are bad. 
Assuming that the attitudes of teachers were related to pupil con-
trol ideology, but considering the research of Hoy (1968, 1969) which 
suggested beginning teachers became more custodial upon entrance into 
the teaching corps, the presence of an intervening variable was con-
sidered. The method of making moral decisions, which are after all, 
decisions involving social interactions, appeared to be related to 
change in ideology. If so, this could explain how humanistic teachers 
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could be "socialized" as suggested by Hoy, thus becoming more custodial. 
If individuals are making moral decisions in terms of social conformity, 
it is to be expected that if they change from a peer group reflecting 
humanistic values to one reflecting custodial values the decisions they 
make will also change, reflecting the values of the new group. Though 
strong relationships were found between PHN and PCI, and between PCI and 
moral reasoning, subjects sampled were all graduate level, and only a 
few inexperienced teachers. However, the existence of the relationships 
suggests that additional research is warranted in the area of level of 
cognitive reasoning of teachers as related to attitudes and pupil con-
trol. This area appears to have particular meaning for the design of 
future programs of study for teacher educators. 
Previous research (Hoy, 1968, 1969; Hoy and Rees, 1977) has indi-
cated that student teachers become more custodial during the student 
teaching experience. Subjects sampled in this study were all graduate 
educators, but significant relationships were not demonstrated between 
years of teaching experience and pupil control ideology. The lack of 
relationships may have been due to the size of the sample (N=28) or to 
the level, but it seems that additional research is needed to identify 
changes, if any, which may be expected to occur in pupil control 
ideology of teachers during a teaching career. 
This study sought knowledge of relationships between the personal 
philosophy of human nature of teachers and teacher beliefs as a means 
of gaining insight into teacher qualities that might be of value in 
order to implement humane education. The model suggested for implemen-
tation was the ECP-PEFE model of Dobson and Dobson (1976). This model 
is based on a belief in the inherent goodness of children. With the 
built-in conflicts between institutions and individuals in mind, ques-
tions must still be asked. Aren't institutions composed of many in-
dividuals? Aren't individuals capable of growth? Can't more teachers 
as individuals grow to believe in the goodness of children, and if so, 
how? These are questions educational research must answer if humane 
education is to be realized as a goal of public education. 
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PERSONAL DATA SHEET 
Please complete the following questions as they comprise a vital 
portion of the research. 
Age __ _ Sex 
---
Years of teaching experience: 
---
Teaching Level (circle one): 
Elementary Secondary Undergraduate Graduate Other 
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----
Teaching Fields: Major _____________________ Minor ___________________ _ 
Highest Degree received to date (circle one): 
Bachelor Master Specialist Doctorate 
Please indicate the areas in which the degrees you hold were granted: 
Bachelor Master 
--------------------------- -----------------------Specialist 
--------------------------
Doctorate 
-----------------------
Please describe the beliefs of the administrators of your school con-
cerning disciplinary policy. 
Do you agree with the administrative policies in your school concern-
ing discipline? (Circle one) Yes No 
Thank you for your assistance. 
PHN SCALE 
1. Great successes in life, like great artists and inventors, are 
usually motivated by forces they are unaware of. 
2. Most students will tell the instructor when he has made a mis-
take in adding up their score, even if he had given them more 
points than they deserved. 
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3. Most people will change the op1n10n they express as a r.esult of an 
onslaught o:f criticism, even though they really don't change the 
way they feel. 
4. Most people try to apply the Golden Rule even in today's complex 
society. 
5. A person's reaction to things differs from one situation to an-
other. 
6. I :find that my :first impression of a person is usually correct. 
7. Our success in life is pretty much determined by forces outside 
our own control. 
8. If you give the average person a job to do and leave him to do it, 
he will finish it successfully. 
9. Nowadays many people won't make a move until they find out what 
other people think. 
10. Most people do not hesitate to go out of their way to help some-
one in trouble. 
11. Different people react to the same situation in different ways. 
12. People can be described accurately by one term, such as "intro-
verted," or "moral," or "sociable." 
13. Attempts to understand ourselves are usually futile. 
14. People usually tell the truth, even when they know they would be 
better off by lying. 
15. The important thing in being successful nowadays is not how hard 
you work, how well you fit in with the crowd. 
16. Most people will act as "Good Samaritans" if given the opportunity. 
17. Each person's personality is different from the personality of 
every other person. 
18. It's not hard to understand what really 1s important to a person. 
19. There's little one can do to alter his fate in life. 
20. Most students do not cheat when taking an exam. 
21. The typical student will cheat on a test when everybody else 
does, even though he has a set of ethical standards. 
Make sure that you are on the right place on your answer sheet. You 
should be starting the top of the 2nd column now. 
22. "Do unto others as you would have them do unto you" lS a motto 
most people follow. 
23. People are quite different in their basic interests. 
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24. I think I get a good idea of a person's basic nature after a brief 
conversation with him. 
25. Most people have little influence over the things that happen to 
them. 
26. Most people are basically honest. 
27. It's a rare person who will go against the crowd. 
28. The typical person is sincerely concerned about the problems of 
others. 
29. People are pretty different from one another in what "makes them 
tick." 
30. If I could ask a person three questions about himself (and as-
suming he would answer them honestly), I would know a great deal 
about him. 
31. Most people have an unrealistically favorable view of their own 
capabilities. 
32. If you act in good faith with people, almost all of them will 
reciprocate with fairness towards you. 
33. Most people have to rely on someone else to make their important 
decisions for them. 
34. Most people with a fallout shelter would let their neighbors stay 
in it during a nuclear attack. 
35. Often a person's basic personality is altered by such things as a 
religious conversion, psychotherapy, or a charm course. 
36. When I meet a person, I look for one basic characteristic through 
which I try to understand him. 
37. Most people vote for a political candidate on the basis of unim-
portant characteristics such as his appearance or name, rather 
than because of his stand on the issues. 
38. Most people lead clean, decent lives. 
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39. The average person will rarely express his opinion in a group when 
he sees the others disagree with him. 
40. Most people would stop and help a person whose car is disabled. 
41. People are unpredictable in how they'll act from one situation to 
another. 
~2. Give me a few facts about a person and I'll have a good idea of 
whether I'll like him or not. 
Make sure that you are on the right place on your answer sheet. You 
should be starting the top of the 3rd column now. 
43. If a person tries hard enough, he will usually reach his goals 1n 
life. 
44. People claim they have ethical standards regarding honesty and 
morality, but few people stick to them when the chips arne down. 
~5. Most people have the courage of their convictions. 
46. The average person is conceited. 
47. People are pretty much alikd in their basic interests. 
18. I find that my first impressions of people are frequently wrong. 
49. The average person has an accurate understanding of the reasons 
for his behavior. 
50. If you want people to do a job right, you should explain things 
to them in great detail and supervise them closely. 
51. Most people can make their own decisions, uninfluenced by public 
opinion. 
52. It's only a rare person who would risk his own life and limb to 
help someone else. 
53. People are basically similar in their personalities. 
54. Some people are too complicated for me to figure out. 
55. If people try hard enough, wars can be prevented in the future. 
56. If most people could get into a movie without paying and be sure 
they were not seen, they would do it. 
57. It is achievement, rather than popularity with others, that gets 
you ahead nowadays. 
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58. It's pathetic to see an unselfish person 1n today's world because 
so many people take advantage of him. 
59. If you have a good idea about how several people will react to a 
certain situation, you can expect most people to react the same 
way. 
60. I think you can never really understand the feelings of other 
people. 
61. The average person 1s largely the master of his own fate. 
62. Most people are not really honest for a desirable reason; they're 
afraid of getting caught. 
63. The average person will stick to his opinion if he thinks he's 
right, even if others disagree. 
Check to see that you are on the right place on your answer sheet. 
You should be starting the top of the 4th column now. 
64. People pretend to care more about one another than they really 
do. 
65. Most people are consistent from situation to situation in the way 
they react to things. 
66. You can't accurately describe a person in just a few words. 
67. In a local or national election, most people select a candidate 
rationally ahd logically. 
68. Most people would tell a lie if they could gain by it. 
69. If a student does not believe in cheating, he will avoid it even 
if he sees many others doing it. 
70. Most people inwardly dislike putting themselves out to help other 
people. 
71. A child who is popular will be so as an adult too. 
72. You can't classify everyone as good or bad. 
73. Most persons have a lot of control over what happens to them in 
life. 
74. Most people would cheat on their income tax if they had a chance. 
75. The person with novel ideas is respected 1n our society. 
76. Most people exaggerate their troubles in order to get sympathy. 
77. If I can see how a person reacts to one situation, I have a good 
idea of how he will react to other situations. 
78. People are too complex to ever be understood fully. 
79. Most people have a good idea of what their strengths and weak-
nesses are. 
80. Nowadays people commit a lot of cr1mes and s1ns that no ohe else 
ever hears about. 
81. Most people, will speak out for what they believe in. 
82. People are usually out for their own good. 
83. When you get right down to it, people are quite alike 1n their 
emotional makeup. 
84. People are so complex, it is hard to know what "makes them tick." 
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PUPIL CONTROL INVENTORY 
INSTRUCTIONS: Following are twenty statements about schools~ ~eachers, 
and pupils. Please indicate your personal op1n1on about 
each statement by circling the appropriate response at 
the right of each statement. 
1. It is desirable to require pupils to sit •n 
assigned scats during assemblies. 
2. Pupils are usually not capable of solving 
their problems through logical reasoning. 
3. Directing sarcastic remarks toward a defiant 
pupil is a good disciplinary technique. 
4. Beginning teachers are not likely to maintain 
strict enough· control over their pupih . 
.5 Teachers should consider revision of their 
teaching methods if these are criticized by 
their pupils. 
6. The best principals give unquestioning sup-
port lo teachers in disciplining pupils. 
7. Pupils should not he ~rmitted to contradict 
the statements of a teacher in class. 
8. It is justifiable to have pupils learn many facts 
about a ~ubject even if they have no im-
mediate application. 
9. Too much pupil time is spent on guidance and 
activities and too little: on academic prepara-
tion. 
10. Being friendly with pupils often leads them 
to become loo familiar. 
11. It is more important for pupils to learn to 
obey rules than that they make their own 
decisions. 
12. Student governments are a good "safely 
valve" but should not have much influence 
on school policy. 
13. Pupils can be trusted to work together with· 
ou~ supervision. 
14. If a pupil uses obscene or profane bn<:uar.e 
in school, it must be considered a moral of-
fense. 
1S. If pupih are ;,lluwed to use the lavatory with-
out gelling permission, thi~ privilege will be 
abused. 
16. A few pupils are ju~l young hoodlums and 
shoulll be treated accordingly. 
17. It is often necess~ry to remind pupils that 
their st<~tus in school differs from that of 
teachers. 
SA A U D SD 
SA A U 0 SD 
SA A U D lSD 
SA A U D SD 
SA A U D SD 
SA A U D SD 
SA A U D SD 
SA A U D SD 
SA A U D SD 
SA A U D SD 
SA A U D SD 
SA A U D SD 
SA A U D SD 
SA A U D SD 
SA A ·0 D SD 
SA A U D SO 
SA A U D SD 
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II!. A pupil who destroys school material or SA A u 0 so 
property should be ~evcrely punhhed. 
19. Pupils cannot perceive the dl(ference between SA A u D so 
democracy and anarchy in the cla~sroom. 
20. Pupils often mi~bchave in order to make the SA A u D so 
teacher look bad. 
OPINIOOS ABOtn' SOCIAL PI'O!I..EMS 
'Dlis qu.11tionnai:re is aimed at understanding hov people think about social 
problem., Different people often have dif!arant opinions about questions of right 
and wrong. "nlere are no -right- ans-wers in the way that there are right answers to 
ID!lth problema. We would lilce you to tell us what you thinlc about several problem 
stories. "nle papers will be fed to a computer to find the average for the whole group. 
and no one will s- your individual ans-wers. 
Please give us the following informations 
!elll!lle 
Class and perioc! ma.le 
School.--............................................................ ---
• • • • • • • • 
In this questionnaire you will be asked to give your opinions about several 
stories. Here is a story as an example. 
Frank Jones has bee.n thinking about buying a car. He is married, has two smal.l 
children and earns an average income. The car he buys will be his family's only car. 
It will be used IIDstly to get to work and drive around town, but somet.i.mes for va-
cation trips also. In t..ryinq to decide what car to buy, Frank Jones realized that 
there were & lot of questions to consider. Below there is a list of some of these 
questions. 
If you vere Frank Jones, hov important would each of these questions be in decid-
ing what car to buy? 
Instructions !or Part A: (Sample Question) 
On the left hand side check one of the spaces by each statement of a consideratior:~.. 
(For instan~, if you think that statement n is not important in mak.:l.ng a decision 
about buying a car, check the space on the right.) 
IMPOR!'ANCE 1 
Great Much Some IJ.ttle 
./ 
No 
l. 
" 
2. 
Whether the car dealer was in the same block as 
where Frank lives. (Note that in this sample, 
the person taking t.'l.e questionnaire did not thir..k 
this was i=ortant L'l I!'.aking a decision.) 
Would a used car be =re economical in the long 
run than --;-;-ew car. (Note t.'lat a check was puc in 
tbe far lef't7pace to indicate the opL'lion that 
this is an iopor--ant issue in making a eecision 
about buvinc: a car.) 
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3. 
4 • 
·~ether the color was crreen, Frank's favor~~e color. 
Wbether t."le cubic i.."lch displac~nc was at least 
200. (Note that if you are '-ln.Sure about what 
•cubic inch displacement • means, t."len mark it -no 
i:rtDOrtance. -) 
5. '"auld a large, roomy car be be1:.ter t..'lan a compact 
car. 
6. Whether the front connibilies · ... ere differential. 
(Noto that if a statement sou."!C.s like gibberish or 
nonsell!le to vou, mark it -no iJ:IPortance.- l 
Instructions for Part B: (Sample Question) 
From the list of questions above, oselect the most ir.portant one of the whole group. 
Put t..'le nl.llllber of the lllOSt il:!:portant question on t..'le top line below. Do l:Jcewise !or 
your 2nd, 3rd and 4t!l CDSt i..":pprta."lt choices. (Note t..'lat t..'le top choices in ':.'l.is case 
will come from the state!!lent.s t:.bat were checked on t.'le far left-ha.."ld side-statements 
112 a.nd ItS -re t.'louqht to be Ver'f i..--:por::ant. !n deciding what is t..'1e ::XJSt i=r"tant:, 
a person would re-read ;;2 and ~5, and t.'l.en pick one of them as the :nest i:I:po~t, t..'len 
put the other one as R second :nest i:::por-...a.nt, • and s<"l on.) 
SECONO MOST L"!PORT.li.N'I' 
·:) 
© J~:·)~' t..··.t. E7.! 
;.Jl r:,.:l'' r~o ... l\<-:~ 
FC!JRI'H !-!OST I!-POR~ 
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HEINZ AND THE DRDG 
In Europe a woman was ni!!IU' death from a special kind of cancer. 'I'hl!!re was one 
4r\lg that the docton thought might save her. It waa a fonn of radium that a druggist 
in the same town had recently discovered. 'I'he drug was expensive to make, but the 
druggist was charging ten times what the drug cost to make. P.e paid S200 for the 
radium and charged $2000 for a stn.llll dose of the drug. 'I'he sick woman's husband, Heinz, 
went to everyone he lmev to borrow thl!! l!XJney, but he could only qet together about 
$1000, which is half of what it cost. He told the druggist ~~at his wife was dying, 
and asked him to sell it cheapl!!r or let him pay later. But ~~e druggist said, •No, I 
dis=vored the drug and I'm going to make l!XJney from it." So Heinz got desperate and 
began to thinlc about brea.Jdng into the man's store to steal the drug for his wife. 
Should Heinz st84l the drug? (Ol.eclc one) 
---- Should steal it 
-------- can't decide ----- Should not steal it 
IMPORTANCE! 
G:t:eat Much Some Little No 
1. Whethl!!r a community's laws are qoing to be UPheld. 
2. Isn't it only natural for a loving husbarui to care 
so l!!llch for his wife that he'd steal? 
3. Is Heinz willing to risk getting shot as a burglar 
or going to jai.J. fot: t.~e chance that stealing the 
drug might helo? 
4. Whether Heinz is a professional wrestler, ·or has 
cor.siderahle influence with orofessional wrestlers. 
s. Whether !:!ein% i.s stealing for himself or doing this 
solelv to helo someone else. 
6. Whe~~r the druggist's :::-ighcs to his invention have 
to be resoected. 
7. Whether the essence of living is ::>Ore enccll{'assing 
than the te=ination of eying, socially and indi-
vidually. 
a. What values are going to be the basis for gove=ing 
how oeoole aet towards each o~~er. 
9. Whether the druggist is going to be allowed to hide 
behind a worthless law which only protects ~~e rich 
anyhow. 
I 10. Whe~~er the law in ~'U.s case is getting in the 'WAy ot the !lOSt bMic:: clai.:n of any member of societv. 
11. Whether the druggist deserves to be robbed for bein 
so qreedv and cruel. 
g 
12. WOuld stealing in such a case bring wout 110re to tal 
good for the whole societv or not. 
From the liat of questions alxlve, se.lect the four l!XJSt important: 
Host important 
Second Most Important_ 
'fhird Host Important __ 
J'ourth Most Important_ 
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STUDEN'l' TAKE-OVER 
At Harvard·university a g-roup of students, called the Students for a Deli"Ocratic 
Society (SD5), believa that the t;niversity should not have an army ROTC prog-ram. 505 
students are agaj nst the wa.r in Viet Nam, and the army training program helps send 
men to tight in Viet Nam. The 50S students demanded that Harvard end the a.rrtrt ROTC 
training program as a university course. This would Ran that Harvard students could 
not get army training a.s part of their rec;ular course work and not get credit ,for it 
towards ~~air degrees. 
Ag-reeinq with the 50S students, the Harvard professors voted to end ~"le ROTC pro-
gram aa a university course. But the President of the University stated that he 
wanted to keep the army program on campus as a course. The 50S students felt that the 
President waa not going to pay attention to the faculty vote or to their demands. 
SO, one day la.st April, two hundred 50S students walked into the university's 
administration building, and told everyone else to get out. They said they were doing 
this to force Harvard to get rid of the army training prog-ram as a course. 
Should the students have taken over the administration building? (Check one) 
_Yes, they should take it over __ Can't decide __ No, they shouldn't take it ever 
IMPORTANCE: 
Great Much Some Little No 
I I l. Are the students eoing this to really help other oeople or are t..~ey doinq it just for k:icks? 
I I 2. Do the students have any right to take over prop-ertv ~'!at doesn't belonq to them? 
I I I 3. Do the students realize that t..'1ey illl.<;ht be ar=este and fined, and even exnelled frco school? 
I I I 4. Would taking over t..'1e building in t:ne long run benefit more neoole to a c=eater extent? 
I I s. Whether the president stayed w1 ~in t.t1e limits of his authori!::l in ianorinq t..'1e facul t"l vote. 
I I I G. Will the takeover anger t..~e public and give all students a bad name? 
d 
I I I 7. Is taking over a bU1lding consistent Wlth principl es of iustice? 
I I I I a. Would allowing one student take-over encourage man o~'1P.r student take-overs? y 
I I I I I 9. Did the president brL~g t..'1ls misunderstanding on I himself bv beinq so unreasonable and ·.111coocerative . ., 
l I I I I 10. Whether running t..~e ~~versi~J ought to be in t..'1e hands of a few ad:ni.nistrators or in the hands of all the PeoPle. 
I I I I ll. Are the students following principles which they believe are above the law? 
I I I I I 12. Whe~~er or not university decis1ons ought to be resoected by students. 
From the list of questions above, select the four most important: 
HOst Important 
Second M:lst Important 
Third Host Important 
Fourth Host Important_ 
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S'l'UDEm:' TAKE-OVER 
At Harvard ·University a group of students, called the Stud!!ntll for a Deii'Ocratic:; 
Society (SDS), b .. liave that the Gniversity should not have an army RCTC program. SDS 
students are agaj nst the war in Viet Nam, and the army training progr= helps send 
men to tight in Viet Nam. The SDS students demanded that Harvaz:d end the army ROTC 
training program as a university courlle. This would ll'l'!an that Harvard students could 
not get a.nny training as part of their reqular course worlt and not get credit ,for it 
towards their degrees. 
Agreeing with the SDS students, the Harvard professors voted to end ~~e ROTC pro-
gram aa a university course. But the President of the University stated that ha 
"anted to keep the army program on campus as a course. The sos students felt tho.t the 
President wu not goinc:J to pay attention to the faculty vote or to their demandll. 
so, one day last April, two hundred sos studentll walked into the university • s 
administration building, and told everyone elsa to get out. They said they were doing 
this to force Harvard to get rid of the army training program as a course. 
Should the studentJS have taken over the administration building? (Check one) 
_Yes, they !!hould take it over __ Can't decid• __ No, they shouldn't take it over 
IMPORTANCE: 
Great Much SOme Little No 
l I 1. Are the students C!oing this to really help other oeople or are ~~ey doinq it just for kicks'? 
I I 2. Do the students have any right to take over prop-ertv ~~at doesn't belonq to them? 
I I I 3. Do the students realize that they llll.<;ht be arreste and fined, and even eX"Celled fro~:~ school? 
I I I 4. Would taking over the building in ~e long run benefit core Deoole to a creater extent? 
I I I 5. Whether the president stayed wi~in t."le limits of his authori;:y in ianorinq t.'l.e facul t:'l vote. 
I I 6. Will the takeover anger t."le public and give all students a bad name? 
d 
I I I I 7. Is takl.ng over a b~lding consistent. with principl es of iustice? ' 
I I I I a. Would allowing one stueent take-over encourage man ot.'l.er student take-overs? y 
I I I I I 9. Did t."le president brL~g ~"lis misunderstanding on I himself bv beinq so "'o.reasonable and. ,-.:ncooc-e ra t:i ve. 
I I I I I 10. Whether running t."le u:uvers::.t.y ought to be in the hands of a few ad:ninistrators or in the hanC.S of all the neonle. 
I I I I I 11. Are the students following principles which they believe are above the law? 
I I I I I 12. Whe~~er or not university decisions ought. t.e be resnected bV students. 
From the list of questions above, select the four most important: 
MOst Important 
Seeond M:lst Important __ _ 
Third M::lst Important 
Fourth M::lst I:!!pOrtant 
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ESCAPED PRISONER 
A man &ad been sentenced to prison for 10 years. After one year, however, he 
e(!Cape4 from prison, nr.>ved to a nev area of the COuntry, and took on the name of 
Thompson. For a years he worked hard, and gradually he saved enough money to buy 
hi• own business. He was fair to his CU3tomers, gave his employees top wages, and 
gave IIC>st of his own profits to charity. Then one day, Mrs. Jones, an old neighbor, 
recognized him as the man who had escaped from prison a years before, and whom the 
police had been looking for. 
Should Mrs. Jones report Mr. Thompson to the police and have him sent back to prison? 
(Check one) 
___ Should report him Can • t decide Should not report him 
IMPOR'UNCE: 
Great Much Some Little NO 
l. Basn t Mr. Thompson been good enough for such a 
I I I ' lonq til:le to prove he isn't a bad ':lerson? 
I I ' 2. Eve-. rytilre someone escapes punisiurer.t for a crime, I ' doesn't that just cr.::1-e? encouraoe ::ore 
I I j I 3. Wouldn't we be b"tter off wi:::..'1out pr~sons and the ! I oooression of our leaal svste!:\5? 
I I 4. Has !'Ax. Tho=son really toa::.d h~s debt to societv? 
I i ' I 5. Would society be failing what :-«.r. T:lOq?SOn should ' ' i fairlv exnect? I 
j I I 6. What benefits would prisons be a par: :rom SOCl.ety, I ~sc~ciallv for a chc.ri table !!an? 
I I ' I I 7. How could anyone be so cruel and heartless as to I ! send M.r. Thc=son to orison? 
I : I ! a. 
WOuld it be fair to all the prisoners who had to 
l I serve out their full sentences if ~..r. '111ompson was i let off? 
I 9. Was Mrs. Jones a aood friend of Mr. '!'t:Otr.PSOn? 
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i ! I I 10. Wouldn't it be a citizen.• s duty t:O rer:or~ an escap ed 
I 
I I : 
crimin.al, ::-eaardless of the ci.r~llr'.st.ances? 
u. How would the will of the people and t.'1e public g ood 
best be served? 
-12. Would gol.ng to pn.son do any good tor M.r. 'Thompson 
or orotect anybcdv? 
Prom the list of questions above, select the four mst important: 
M:lst Important 
Second Host Important ____ _ 
Third M:lst Important 
Fourth Host Ill:portant -· __ 
-5-
'mE COC'l'OR' s on.EMMA 
A lady WIUI dying of cancer which could not be cured and she had only about 
s i.x mnths to live. She was in terrible pain, but she was so weak that a good 
dose ot :pain-killer like mr:phine would m.ake her die sooner. She was delirious 
and almost crazy with pain, and in her calm periods, she would ask the doctor to 
give her enough morphine to kill her. She said she couldn't stand the pa.in and 
that she was goinq to die in a. few m:>nths anyway. 
WhAt should the doctor do? (Check one) 
He srould give the lady an 
- overoose that will make her die 
L'il'f" .tRTANCE: 
Great Much Some Little No 
l. 
2. 
I I I I J. 
I I 4. 
I I s. 
I I I 6. 
I I I 7. 
Can't decide Sl'lould not give 
----- the overdose 
Whether the woman ' s facily is in favor of givinq 
her ~'le overdose or =-ot. 
Is the doctor obligated by the same laws as 
everybody else if givi."Jg her an overdose would 
be the same as killi;-,a her. 
Whe.ther people would be cuch l::••t:ter off wit.!1out 
society regi~nt.ing their lives ar.d even their 
deaths. 
Whether the doctor could pake l.t appear lil<:e a.n 
accident. 
Does the state have tho;, right to force continued 
existence on those who don't •..rant to live. 
What is the ·:alue of de a 'til pri.or t:.o society•s 
oersnective en ce rsonal values. 
Whether the c!octor has sym;::a t.'ly for the ... oman's 
suffering or cares =re about what society :night 
think. 
I I I a. Is helping to end anot:-~er• s li:'e ever a :::espons ibl act of cooneration. 
l I I I I 9. Whether only God should decide "'nen a person's I life should end. 
I I I I I 10. What val u.es the docwr has set for hi:r.self in h~s I own oersonal code of behavior. 
I I I I u. Can society afford to let ever;body end t...~eir live I when the•1 want to. 
' I 12. Can society allow suicides or =rcy killing and still protect the lives of individ=ls who wan-c. to ~ 
From the list of questions above, select the four 1110st il::por<-..ant: 
Most Important 
Sec:cnd Most !mportantt 
Third Most Important 
Fourth Most Important 
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Mr. Webster was the owner and manager ot a qas station. He wanted to hire 
another mechanic to help him, but good mechanics were hard to find. The only 
penon he found who seemed to be a good mechanic was Mr. Lee, but he was OU.nese. 
While Mr. Webster hi=elf didn't haw anythinq against Orientals, he was at"raid 
to hire Mr. Lee bec:au.o;e many of h..i5 customers d::.dn 't like Orientals. His customers 
might taka their business elsewhere it Mr. Lee was working in the gas station. 
When Mr. Lee asked Mr. Webster if he could have the job, Mr. Webster said that 
he had already hired somebody else. But Mr. Webster really had not hired anybody, 
because he could not find anybody who was a c;ood mechanic besides Mr. Lee. 
What should Mr. Webster have done? (Oleck one) 
Should have hired Mr. Lee Can't decide Should not have hired him 
IMPOR'l:ANCE: 
Great Much Some Little No 
I l I l. Does the owner of a business have the right to make his own business decisions or not? 
I I I 2. Whether there is a law that forbids racial dis-crimination in hiri~ for _jobs. 
I I I I J·. Whether Mr. Webster is preJudiced against orientals himself or whether he means nothing personal in refusi~ the _job. 
I I I 4. Whether hiring a good mechanic or paying atten~~on to his customers' wishes would be best for his business. 
I I I 5. What individual differences ought to be relevant in decidina how societv' s roles are filled? 
I i I I G. Whether the greedy and co~eti ti. ve capitalistic svstem ouqht to b~ co~letelv abandor.ed. 
I I I 7. Do a majority of people in M.r. Webster's society feel like his customers or are a majority against _prejudice? 
. I ! I I I 8. Whether hiring capable men like l-!r. Lee would use talents that would otherwise be lost to socien_. 
I I I I 9. Would refusing the job to Hr. Lee be consistent I with Mr. Webster's own moral beliefs? 
' 
' 
I I I 10. Could Mr. Webster be so hard-hearted as to refuse I I I t.':te icb, knowina hew much it ::oea.:·1.s to ~.r. Lee? 
l I I I I u. Whether the Christian commandr.ent to love your fellow man aoolies L, this case. 
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! i I I 12. If someone' s in need, shouldn' ';: he be helped regard-less of what vou cret back :rom him? 
!'rom the list of questions above, select the four ~rost i~ortant: 
Most Important 
Second Most Important 
'lhird Most Important 
Fourth Most Important 
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NEWSPAPER 
Fred, a senior in high school, wanted to publish a mimeographed newspaper 
for students so that he could express many of his opinions. He wanted to speak 
out against tho var in Viet Mam and to speak out against some of the school's 
rules, like the rule forbidding boys to wear long hair. 
When Fred started his newspaper, he asked his principal for permission, 
'nle principal said it would be all right if before every publication Fred would 
tur.n in all his articles for the principal's appro-.!, Fred agreed and turned in 
several articles for approval. The principal approved all of them and Fred 
published two issues of the paper in t:.'le next two weeks. 
But the principal had not expected that Fred's newspaper would receive so 
much attention, Students were so excited by the paper that t:.~ey began to organize 
protests against the hair regulation and other school rules. Angry parents 
objected to f'"red' s opinions. They· phoned t.'1e principal telling him t:.'1at the news-
paper was unpatriotic: and should not be published. As a r!!sult of the rising 
excitement, the principal ordered Fred to stop publishlnq. He gave as a reason 
thAt Fred's activities were disruptive to the operation of the school. 
Should the principal stop the newspaper? (Check one) 
Should stop it 
XMPOR'l'ANCE: 
Great Much Some Little No 
I 
~·t decide Should 'not stop it 
l. Is the principal oore responsible to students 
or to the carents? 
2. Did the principal give his word that the news-
paper could be published for a long time, or did 
he just promise to approve the newspaper one 
issue at a t.L·:~e? 
3. Would. the students start procestl.ng even :nore if 
t:.~e principal stooced ~;e newsoaoer? 
4. When the wel!:are of the school ~s thxeatened, doos 
the principal have the right to give orders tp 
students? 
5. Does the principal have the freedom of speec."l to 
say "no" in ~~is case? 
6, If the principal stopped the newspaper would he be 
creventin full discussion of i~oortant orcbl~? 
7. Whether the principal's order would make Fred lose 
faith in the crinci:>al. 
a. Whether Fred was really loyal to his school and 
cat:::iotic to his count:v. 
9. What effect would stopping c.'le faper have on ~'le 
student'seducation in critical t~~ing and 
'udaments? 
I 10. 
11. 
12. 
Whether Fred was in any way violat~~g the rights of 
others in cublishina his own ooin~ons. 
Whether the principal should be Lnfluenced by some 
anqry parents when it is the principal that knows 
best what is aoina on in t:.~e school. 
Whether Fred wu using the newspaper to stir up 
hatred and discontent. 
Prom the list of questions above, selec:t the four :est important: 
Most Important 
Sec:ond ~st Important 
Third MOst Important 
Fourth ~st Important 
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RAW DATA 
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Level of Teaching Years of 
Subject Education Level Experience DIT PCI PHN T s A I 
1 B E 5 26.6 54 47 9 24 8 6 
2 B E 6 51.6 37 107 35 31 20 28 
3 M s 2 25.0 40 -5 -13 2 -7 -13 
4 B E 3 70 45 36 15 2 5 4 
5 B s 3 60 43 30 13 1 10 6 
6 B E 0 43.3 33 4 0 11 0 -7 
7 M s 12 35 32 87 22 33 27 5 
8 M+30 E 1 56.6 36 82 26 24 14 18 
9 M E 13 73 25 115 22 38 26 29 
10 B E 3 38.6 40 11 1 13 1 2 
11 B s 1 43.3 49 36 5 14 11 6 
12 B s 4 40 42 -10 -14 6 4 6 
13 B E 2 36 51 -15 2 11 -15 -13 
14 B E 7 41 43 70 16 23 11 10 
15 B E 9 18.3 30 53 4 28 8 13 
16 B E 0 35 50 -13 -14 4 8 5 
17 B E 7 43 43 24 6 6 9 3 
18 B E 1 46.6 53 41 16 4 -19 -10 
19 B E 9 28 52 -32 1 2 -17 -18 
20 M s 0 33.3 51 4 3 1 -10 12 
21 B E 2 23 57 64 18 13 20 13 
22 B s 9 32 46 -74 -17 -13 -16 -28 
23 B E 12 23.3 63 57 18 33 3 9 
24 B E 1 61 30 100 31 23 96 30 
25 B s 52 32 76 25 17 18 16 
26 M s 10 78 23 128 39 31 12 16 
27 M s 0 56.6 36 55 16 13 19 7 
28 M s 10 30 57 -7 4 10 -12 9 
APPENDIX C 
CORRESPONDENCE 
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UNIVERSITY OF MINNESOTA 
TWIN CITIES 
Departm~nt of Soc1al, P~ychological, and Philosot:h:~al 
Fo:.mdalior.s of Education 
Collct:;e of Education 
330 Burton Hall 
Minneapolis, Minnesota 55455 
Dear Colleague: 
1 am pleased to give you permisslon to use the Defi~ing 
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